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Abstract 
The change chosen for this project was the introduction of a pilot of peer observation of 
teaching. This was a joint project between the writer and a colleague. The rationale for 
choosing this project was the drive for enhanced quality assurance in teaching and learning 
within the writer’s organisation. The ultimate aim of this drive is that teaching and learning 
should be provided to the highest standards, and these standards should be continuously 
evaluated. Peer observation of teaching is one method of such evaluation; however 
developments were in an embryonic phase. Kotter’s change model and the CIPP evaluation 
model provided guidance throughout the project. A survey was sent to 66 undergraduate 
teaching staff to elicit perceptions of peer observation of teaching. Education was then 
provided to staff volunteers, following which they undertook one peer observation of 
teaching session, 5 staff acted as observers and 5 acted as observees. Focus group interviews 
were then held with the volunteers (n=7). Results from both the survey and focus groups 
were in congruence with each other and also with the literature, staff welcome the 
implementation of peer observations of teaching, favour a formative, developmental model, 
and suggest a structured observation tool with possibility for open ended comments. Staff had 
no previous training in giving or receiving feedback, or in use of formal reflection methods. 
The evaluation of the project provided the writer with guidance for the development of a 
model for the full roll out of peer observation within the organisation.  
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1.1 Introduction  
The process of ensuring that change will occur is fraught with challenges, thus, from the 
outset, consideration of the best approach to take is essential (Kotter 2007). This chapter 
provides an overview of the nature of the change project undertaken by the writer. Following 
this, the writer provides a rationale for the project, a discussion of the context within where 
the change took place and an elaboration of the aim and objectives of the project. The chapter 
ends with a conclusion, synthesising the discussions provided.  
 
1.2 Nature of the change 
The change initiative was the implementation and evaluation of a quality initiative in higher 
education, namely peer observation of teaching (POT). At the outset it is important to outline 
that this project was undertaken jointly, with a colleague and fellow student. Both parties 
actively engaged in all steps of the change, equally and together, however, for ease the 
“writer” is referred to within this thesis. The reader can be reassured that the information 
contained within this thesis reflects the writers own perceptions of the project.  
 
There were a number of key components to this change project; firstly a detailed literature 
review was conducted with the assistance of the librarian, to ensure that all relevant 
publications were accessed. This was followed by the conduct of a staff survey to establish 
academic staff perceptions of peer observation of teaching. The next step was to provide a 
training programme for those participating POT. Once the training was complete, the trainees 
engaged in one POT session. Finally, to elicit the trainees’ experiences of POT, focus group 
interviews were undertaken. Kotter’s model of change (Kotter 2007) and the CIPP model of 
evaluation (Stufflebeam & Shinkfield 2007) were used throughout. The goal of the change 
10 
 
project was to actively contribute to the college strategic plan, where excellence in education 
is a central pillar.  
 
1.3 Rationale for carrying out the project 
Henard (2010) suggests that due to a number of diverse drivers, such as public expectation, 
economic competitiveness and the strive for enhanced quality within institutions, evaluation 
of teaching is increasingly seen as central to individual and organisation growth and 
development. Despite this, formal assessment of teaching is not common, probably due to the 
inherent challenges in achieving objective assessment methods (Hénard 2010). Nonetheless, 
the ultimate aim of peer observation of teaching is to enhance student outcomes, to create a 
quality working environment and to increase staff development (Cabrera et al. 2001). Thus, 
with the increasing strive for quality assurance within higher education, combined with a 
greater attention by external reviewers on the quality of teaching peer observation of teaching 
has become increasingly popular (McMahon et al. 2007).  
 
From an Irish perspective The Hunt report (Department of Education and Skills 2011), 
clearly articulates the intrinsic relationship between higher education and the wider society. 
Implicit in this relationship is the requirement for higher education to be responsive to the 
ever changing needs of society (Gosling 2005). The Hunt report, notes that in order for 
students to achieve their potential they need to be exposed to the highest standards of 
teaching and learning, within an environment conducive to the attainment of academic goals 
(Department of Education and Skills 2011). Thus the quality of teaching offered by the 
higher education institutions is fundamental to achieving this goal (Hendry & Oliver 2012).  
 
11 
 
Lomas and Nicholls (2005) suggest that teachers often shy away from POT, seeing it as an 
autocratic move on the part of management, thereby failing to accept their own 
responsibilities in this regard. However, the provision of a quality learning environment for 
students is of concern for education providers, not only in terms of quality assurance 
mechanisms, but also to ensure competitiveness, to generate funding for educational research 
and to strive towards excellence, which is nationally and internationally recognised (Cheung 
& Tsui 2010).  
 
The Universities Act (Government of Ireland 1997), states that the objectives of a university 
are to promote the highest standards in teaching and research. In addition, the Qualifications 
(Education and Training) Act (Government of Ireland 1999) stipulates the importance of 
evaluating the quality of programmes of education and training, through establishment of 
procedures for quality assurance (Government of Ireland 1999). Thus, it is evident that there 
are internal and external influences governing quality assurance mechanisms within higher 
education (Keogh et al. 2009). Inherent in this is that teaching and learning should be 
provided to the highest standards, and these standards should be continuously evaluated 
(Cheung & Tsui 2010).  
 
Within the writers’ organisation, there are active developments aimed at responding to these 
quality demands and POT is one such development. However, as yet, the process is in its 
embryonic stage and this provides an ideal opportunity for the writer to actively engage in 
this change initiative. It is with this background that the writer chose to use the concept of 
POT as the basis for the change project.  
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1.4 Context of the change 
The writer is currently employed as a lecturer in a large education provider, an independent 
not-for-profit, health sciences institution with a wide portfolio of undergraduate and 
postgraduate academic and professional courses. Indeed, the college offers more than 60 
undergraduate and postgraduate qualifications, mapped to the National Framework of 
Qualifications (NFQ), in Medicine, Pharmacy, Physiotherapy, Nursing and Healthcare 
Management and embraces 3,909 students among 859 staff members.  
 
The management team recognise that in order to remain competitive in providing 
internationally recognised qualifications and careers, there is a requirement to continuously 
invest in educational standards. Indeed, excellence in education is one of the goals of the 
strategic plan 2013-2017. A key component of this goal is the establishment of formalised 
mechanisms for enhancing the quality of teaching through POT. The writer, in discussion 
with management, identified that a pilot of the process would provide valuable insights into 
the strengths and limitations of this review method. Therefore, one of the aims of this project 
was to provide clear recommendations arising from the change initiative, which, in turn, 
would contribute to the management teams’ drive towards sustained implementation of POT. 
Thus, this is the context in which this change was placed.  
 
1.5 Aim and objectives 
1.5.1 Aim 
The aim of this project was to implement and evaluate a quality improvement initiative - peer 
observation of teaching - within a higher education setting. 
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1.5.2 Objectives 
The objectives of this project were to: 
• Summarise the literature pertaining to: 
o The methods of POT  
o The enablers and inhibitors of POT  
o The evidence base pertaining to POT  
• Provide a training programme for participants in POT 
• Implement a pilot of POT 
• Establish academic staff perceptions of POT 
• Evaluate the impact of the project, through capturing the experience of both the 
reviewer and the reviewed 
• Make recommendations for practice 
 
1.6 Conclusion 
Providing evidence to internal and external stakeholders is important for education providers 
so that they may demonstrate commitment to quality assurance. Furthermore, to create an 
environment of personal and professional development, understanding where strengths and 
limitations exist is necessary before planning for interventions can take place. POT is one 
method where quality of teaching and learning may be evaluated. POT is widely alluded to 
within the literature and is well integrated within many education facilities nationally and 
internationally. Within the writer’s organisation, POT is envisioned as one component for 
enhancing the quality of teaching. As yet active implementation has not occurred, and the 
writer seized this opportunity to contribute to its development within the college. Thus POT 
was the focus for this change initiative, using Kotter’s model of change and the CIPP model 
of evaluation.   
14 
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2.1 Introduction 
POT is a method of quality evaluation that may be either formative or summative (McMahon 
et al. 2007). Formative methods are concerned with staff development initiatives, whereas 
summative methods are most closely aligned with performance appraisal, and external quality 
assurance systems (McMahon et al. 2007). This chapter provides a discussion of POT, based 
on a detailed review of the literature. The overarching aim of this review was to critically 
appraise the role of POT, outlining its strengths and limitations, ultimately questioning 
whether it makes any difference to the quality of teaching within the institutions actively 
engaged in the process.   
 
2.1.1 Search strategy 
For this literature review, the following databases were searched, PubMed, CINAHL and 
ERIC. The following search strategy was engaged as listed or modified slightly depending on 
the search engine ("Peer Review"[Mesh] OR ("peer observation"[All Fields] OR "peer 
evaluation"[All Fields] OR "peer assessment"[All Fields])) AND ("teaching"[All Fields] OR 
"teaching"[MeSH Terms]) AND ("2008/04/24"[PDat] : "2013/04/22"[PDat] AND 
English[lang]).  This yielded 116 hits on PubMed, 105 hits on CINAHL and 325 on ERIC. 
Titles were read and articles selected based on original research and relevance, further key 
author papers noted through the literature search were also selected. Finally 33 articles were 
included in the review.  
 
2.2 Peer observation of teaching 
Before embarking on a discourse surrounding the concept of POT, it is first important to 
clearly understand what is mean by the individual words “peer”, “observation” and 
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“teaching”. Once these terms are understood, a richer understanding of the concept of POT 
will be facilitated.  
 
Gosling (2005) suggests that the term “peer” can mean different things to different people, 
with the issue of equality central to the use of the word. What this means is that the peer 
could be a colleague from the same or a different department within the organisation. 
However, when an issue of power emerges within the peer observation process, then the 
concept of equality is challenged (Gosling 2005). Most of the literature refers to the peer as a 
colleague, with the focus being on formative evaluation, where mutual respect and 
understanding underpin the process (Bell 2001, Brown & Ward-Griffin 1994, Gosling 2005, 
Hammersley-Fletcher & Orsmond 2004, McMahon et al. 2007, Murphy Tighe & Bradshaw 
2012, Weller 2009).  
 
Gosling (2005) suggests that within POT, the word “observation” is often considered 
innocuous, however, despite this has challenges. Indeed, by virtue of its position at the heart 
of the process of POT, one assumes that everything pertaining to teaching is observable 
(Gosling 2005). Mc Mahon et al. (2007) question whether the mere observation of teaching is 
a true measure of its quality, because so many confounding variables influence the process. 
Furthermore, these variables are not always observable (Hammersley-Fletcher & Orsmond 
2004). At its essence, Gosling (2005) argues that the experience and skills of the observer 
influences their ability to perform POT consistently. Indeed, the general consensus is that 
training is essential (Gosling 2009, Kohut et al. 2007, Lomas & Kinchin 2006, Lomas & 
Nicholls 2005, Yon et al. 2002). Furthermore, although there is room for qualitative 
feedback, observation should follow a structured format to enhance its reliability and validity 
(Brown & Ward-Griffin 1994, Yon et al. 2002). Finally, trustworthiness is influenced by who 
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is observing, what they are observing, when the observation occurs and what activity is being 
observed (Yon et al. 2002).  
 
The idea that the individual being observed should have the right to choose what aspect of 
teaching is observed is reiterated time and again (Bell & Mladenovic 2008, Brown & Ward-
Griffin 1994, Iqbal 2013, Kohut et al. 2007, Lomas & Kinchin 2006, McMahon et al. 2007, 
Murphy Tighe & Bradshaw 2012). However, despite this consensus, Gosling (2005) suggests 
that more often only formal teaching sessions are chosen, as these are considered relatively 
easy to manage, (Gosling 2005). Yon et al. (2002) warn that even though classroom 
observation is widely used, it often lacks validity. Thus, it is possible that bias can enter the 
POT process, as the observer may choose only aspects of teaching they are comfortable with 
or those they consider worth observing (Iqbal 2013). Teaching involves far more than just the 
interactions that occurs within the classroom setting, indeed, support, mentoring, assessment 
and feedback are all central tenets of the teaching process (Drew 2001). Therefore, all aspects 
of the students learning opportunities should be included, not just those that occur within the 
confines of the formal classroom setting (Gosling 2005). 
 
POT is defined as  
A collaborative and reciprocal process whereby one peer observes another’s teaching 
(actual or virtual) and provides supportive and constructive feedback (Lublin 
2002:5).  
 
The concept of POT arose in the United States in the 1960’s, mainly as a means by which 
educational organisations could evaluate teaching from the perspective of internal and 
external quality assurance mechanisms (McMahon et al. 2007). Further, this method of POT,  
was also used as a means by which teachers were assessed for on-going tenure and suitability 
for promotion (McMahon et al. 2007). This style has remained the main focus of POT within 
the United States (Iqbal 2013); however, as the concept spread across Australia and the 
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United Kingdom, inclusion of a formative aspect to POT emerged (McMahon et al. 2007). 
Here, the emphasis was placed on the additional contribution of POT’s to personal and 
professional growth of the individuals involved (McMahon et al. 2007). This aspect is seen as 
key to the potential for enhanced participation in POT strategies (Bell & Mladenovic 2008). 
From an Irish perspective, POT began in early 2000 and is slowly beginning to be seen as 
important from both a summative and formative point of view (Murphy Tighe & Bradshaw 
2012). 
 
POT may occur both informally and formally (Newman et al. 2012). When an informal 
approach is taken, academic colleagues may observe a single teaching session for a fellow 
colleague, following which, feedback and discussion on the observed teaching session is 
given (Newman et al. 2012). In a formal approach, a similar activity takes place; however, it 
occurs within the domain of a structured faculty system of POT (Newman et al. 2012). 
Usually, there is a pre meeting, where both the observee and observer agree what is to be 
observed and how the observed session will be evaluated (Newman et al. 2012). This is 
followed by the actual observation of the agreed teaching session (Newman et al. 2012). 
Finally the observer provides feedback to the observee (Newman et al. 2012). Refection is a 
central tenet of the POT process as it is through this reflection that both parties may identify 
opportunities for further growth and development (Hammersley-Fletcher & Orsmond 2005).  
 
2.3 Use of peer observation of teaching 
POT is linked to and enhanced teaching and learning through reflection, critical thinking and 
discussion (Hammersley-Fletcher & Orsmond 2005). Furthermore, POT is also seen as a 
means by which competency may be demonstrated (McCarrick 2011). Use of POT, therefore, 
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seems reasonable if one is concerned with increasing the understanding of whether teaching 
and learning within the institution is fit for purpose (Hammersley-Fletcher & Orsmond 2004).  
 
At its essence POT serves two purposes, to enhance teaching and learning and as a 
management tool to ensure that quality standards are met (Stylianos Hatzipanagos & Lygo-
Baker 2006). There is an underlying assumption here that active possibilities for 
improvements will be available (Lomas & Nicholls 2005). However, in the absence of visible 
training opportunities it can be questioned whether it contributes to development or whether 
it is just an instrument used by management to judge quality (Lomas & Nicholls 2005). This 
perception seriously affects active participation in the process (Norbury 2001). Therefore, use 
of POT should be grounded in practice, have a clear rationale and purpose and reflect mainly 
a formative ethos (Kell & Annetts 2009). 
 
2.4 Models of peer observation of teaching 
Throughout the literature the 3 models of POT of Gosling (2002), are regularly referred to 
(Byrne et al. 2010, Hammersley-Fletcher & Orsmond 2004, Lomas & Nicholls 2005, 
McMahon et al. 2007). These  models are evaluative, developmental and peer review 
(Gosling 2002). Further, these models differ mainly based on the underlying assumptions 
governing their use, be this professional development, educational attainment, qualification in 
teaching, quality assurance or promotional purposes (Hammersley-Fletcher & Orsmond 
2004).  
 
2.4.1 The evaluative model  
The evaluative model is closely aligned to a management tool, where an individual’s 
performance is assessed, for example, with the intention of determining promotional 
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opportunities, (Gosling 2002). The model is known as a summative approach, with those 
assessed having little control over what is assessed, by whom and what changes may occur as 
a result of the POT (McMahon et al. 2007). Thus, the evaluative model is seen as autocratic 
in nature, yielding concerns from staff pertaining to its value for growth and development 
(McMahon et al. 2007). 
 
Throughout the literature fears expressed pertaining to the evaluative model of POT relate to, 
power, choice and its overall purpose (Brown & Ward-Griffin 1994, McMahon et al. 2007, 
Norbury 2001). These issues are of importance as they have the potential to influence an 
individual’s willingness to engage in POT. It is evident that the mistrust of the evaluative 
model is of significance , yet it is interesting to note that this model of POT has continued to 
be used within the United States, whereas throughout the Australian and European 
perspective, it has been shied away from (McMahon et al. 2007). However, most of the 
literature notes that a formative approach is favoured by staff (Bell & Mladenovic 2008, 
Byrne et al. 2010, Gosling 2009, Hammersley-Fletcher & Orsmond 2004, Iqbal 2013, Lomas 
& Kinchin 2006, Lomas & Nicholls 2005, Peel 2005, Shortland 2004).  
 
2.4.2 The developmental model  
The developmental model of POT is often concerned with assessing an individual 
competency in teaching (Gosling 2002). In this way it is commonly used in programmes of 
teacher training, however may also be employed when more senior members of staff assess 
junior members but with the same goal of competency assessment in mind (Gosling 2002). 
Inherent in the use of the word “developmental” in that there should be some formative 
element within the model (Hammersley-Fletcher & Orsmond 2004), though this can be 
challenged if assessment it is associated with summative evaluation, as used within training 
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programmes (Iqbal 2013). Here the issues of power and choice are of concern, for example, if 
it is used as a teacher training competency assessment, the individual will have no choice 
whether to engage or not (Norbury 2001). However, Gosling (2005) argues that power only 
becomes an issue if it serves to bias the observation. Bias is defined as a consistent deviation 
from the truth (Higgins & Altman 2008) and is a potential concern in all models of POT. A 
means by which this may be overcome is to ensure that a developmental opportunity for the 
individual is made available with possibility for re-evaluation and demonstration of on-going 
competency attainment (Yon et al. 2002). Indeed, Shortland (2004) provides excellent 
discourse of a case study, exploring the impact of staff involvement in POT. Whereas little 
formal development opportunities were provided by management, staff themselves developed 
and pursued their own shared agenda of professional development (Shortland 2004). This 
demonstrates that ownership of actions arising from the POT can be shared by those 
involved, thus ensuring the formative aspect of the process remains at the forefront.  
 
2.4.3 The peer review model  
The peer review model involves teaching colleagues observing each other, with reflection 
and critical discussions acting as the key means by which potential developmental needs are 
identified (Gosling 2002). This model of POT known as a formative approach, and is clearly 
the favoured approach within the literature (Bell & Mladenovic 2008, Brown & Ward-Griffin 
1994, Hammersley-Fletcher & Orsmond 2004, 2005, Hendry & Oliver 2012, Iqbal 2013, 
Lomas & Kinchin 2006, Lomas & Nicholls 2005, Murphy Tighe & Bradshaw 2012, 
Stylianos Hatzipanagos & Lygo-Baker 2006, Yon et al. 2002). Here equality is central, with 
mutual trust and respect underlying the approach (Kell & Annetts 2009). Yorke (2001) argues 
that formative assessment is a richer method of assessment. This is because it involves 
dialogue and attempts at developing a mutual understanding between those involved (Yorke 
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2001). However, Yorke (2001) warns that as it is a more subjective method of assessment, 
skills in undertaking it are needed. Indeed, a lack of clear understanding and competence are 
considered to be important factors impacting on its quality and effectiveness (Savickiene 
2011, Stull et al. 2011).  
 
Establishment of an environment of trust and mutual respect is central to ensuring that 
everyone feels relaxed, failure to do this can leave the method open to challenge, impacting 
on the reliability and quality of the POT process (Lauf & Dole 2010). McMahon and 
colleagues (2007), point out that POT does not necessarily imply equality between observed 
and observee, yet it can only be really successful when the peers are regarded as being truly 
equal. Where there is equality, the person being observed is in control of what happens 
before, during and after the POT and reflection is placed at the centre of the model 
(McMahon et al. 2007).  
 
At its essence, the arguments presented here relate to who initiates the observation, be this 
management (for quality assurance), or individual teachers (for competency development), it 
also relates the nature and purpose of the observation process, be this formative or 
summative. Further, it relates to what changes are made as a result of undergoing the process 
of POT. Thus it seems reasonable to conclude that there may be a number of different models 
in practice simultaneously. However, in order to have success, the models employed need to 
be grounded in practice, clearly understood by those involved and reflective of the overall 
ethos of the organisation (Kell & Annetts 2009). 
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2.5 Challenges to use of peer observation of teaching 
Lomas & Nicholls (2005) suggests there are inherent challenges in achieving POT due to 
resistance and distrust of the system (Shortland 2004). Yet, it is important to gain insight into 
ones teaching in order to be sure that the goals of such teaching are being met. For POT to be 
successful it demands a level of trust among staff and a genuine desire to develop both on a 
personal and departmental level (Hénard 2010). Furthermore, it needs to be well organised, 
and conducted in a safe, non-threatening manner (Fernandez & Yu 2007). Additionally, 
support mechanisms in areas of development needed should be in place to ensure that the 
assessment process is not seen as a fruitless activity (Martsolf et al. 1999).  
 
At the essence, good self-awareness is needed in order that the both parties can readily 
recognise embrace the POT process (Vilkinas 2002). In addition, effective communication is 
central to success and time spent establishing mutual goals and expectations will yield 
significant outcomes (Gill & Burnard 2008). Thus, reflection by all involved is central as this 
is the means by how one increases self-knowledge, identifying areas of strengths and 
limitations and opportunities for growth and development. However, despite its importance 
many individuals do not really understand the concept of reflection (Hammersley-Fletcher & 
Orsmond 2005) and as such it is not something that people willingly engage in (Gustafsson & 
Fagerberg 2004, Osterman & Kottkamp 1993). It is evident that in POT this can be 
challenging as there has to be a willingness on the part of the individual to be open to 
constructive criticism, and conversely, an ability of the observer to provide feedback in a way 
that is meaningful and non-threatening (Osterman & Kottkamp 1993).  
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2.6 Impact of peer observation of teaching  
An important question to ask is whether engagement in POT makes any difference to the 
actual quality of teaching provided (McMahon et al. 2007). At the outset, it seems logical that 
if the purpose of POT is to make an evaluation of teaching quality, then there is a requirement 
to define what is meant by quality teaching (Gosling 2002). In the absence of this, it is likely 
that assessments will be so subjective in nature that they may yield unreliable information. 
Indeed, as the process involves measurement, as such the methods employed need to 
demonstrate reliability and validity (Green & South 2006). However, observation tools 
employed have not been subject to rigorous testing for reliability and validity, yet are widely 
used in the practice of POT (Yon et al. 2002). This is of importance, particularly if the results 
of the POT are used for bench marking or summative evaluation.  
 
It is evident from the literature that the impact of POT has been mainly explored from a 
qualitative perspective (Atkinson & Bolt 2010, Bell & Mladenovic 2008, Bell 2001, Bell & 
Cooper 2013, Carroll & O’Loughlin 2013, Costello et al. 2001, Hammersley-Fletcher & 
Orsmond 2004, 2005, Hendry & Oliver 2012, Iqbal 2013, Kohut et al. 2007, Lomas & 
Nicholls 2005, Norbury 2001, Shortland 2004, Stylianos Hatzipanagos & Lygo-Baker 2006, 
Yon et al. 2002). Indeed, the focus of the studies reviewed was primarily to explore how staff 
felt about POT and to identify what the strengths and limitations of the process were. This is 
an important limitation of the evidence base, because the studies have mainly explored only 
one component of the impact of POT and the actual difference it makes to teaching has not 
been fully explored. Despite this, the overwhelming staff perceptions are that the process is 
valuable; it enhances confidence in teaching, but needs to be conducted in a reflective, 
supportive environment.  
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It is not the intention of the writer to be critical of qualitative methods, conversely, the writer 
appreciates that such methods are fundamentally important to establish understanding of the 
subject from the perspective of those involved (Creswell 2008). Further, because individuals’ 
perceptions are important precursors of their behaviours, it makes sense that understanding of 
these perceptions should be gained (Prochaska & Di Clemente 1984). Indeed, if POT 
embraces a developmental ethos, the reports of individual development arising from being 
involved in the process are important (McMahon et al. 2007). However, despite this, the 
reality of POT is that it serves many purposes, where internal and external quality review 
mechanisms are intrinsically linked with the process (Kell & Annetts 2009). In these cases 
the question being asked is whether a particular institution provides quality teaching to its 
students (Gosling 2002). It is clear here that the research method employed, should match the 
question being asked, thus a combination of approaches is recommended (Creswell 2008). 
These should include both qualitative and quantitative methods, including assessment of 
other variables, such as student attainment, competency and employment opportunities for 
students arising from their programme of study (McMahon et al. 2007). These markers 
provide some indication of whether the students are fit for purpose, and teaching is central to 
this whole process (Hénard 2010). Thus, the writer contends that the question of whether 
POT makes a difference to teaching quality has yet to be fully answered. This may be due the 
inherent difficulty in applying reliable and valid measures of quality, in a subject area which 
is largely interactive and dependant on variables of which many are extraneous, thus 
impossible to control for in a research project (Higgins & Altman 2008).  
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2.7 Conclusion 
This chapter has provided a critical discussion of the key issues surrounding the use of POT. 
It is evident from the literature reviewed that POT is widely employed within education 
arising, in the first instance, as a quality assessment mechanism, however, over time 
emerging also into a staff developmental model. There is consensus in the literature that to be 
successful, the formative nature needs to be at the fore front, as this aspect is the most valued 
by staff. Reflection is central, thus creating an environment of mutual trust and respect is 
important to enable individuals actively engage in the process and to feel comfortable giving 
and receiving feedback. In order that there is clarity and consistency in approach, many 
favour a structured approach to the observations; however, this should be combined with less 
formal feedback and follow up opportunities. POT has mainly been evaluated from a 
qualitative perspective and the literature provides overwhelming support for POT among 
participants, however, a limitation of the evidence base is that its impact on actual teaching 
quality has not been systematically evaluated. Despite this, it seems that POT is an important 
component of quality assurance mechanisms and as such is widely engaged in within 
education settings. 
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Section 3: Change Process 
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3.1 Introduction  
Some argue that change is inevitable; conversely others suggest that merely doing something 
differently is not change, because the essence of change is improvement (Shanley 2007). This 
chapter provides an overview of the change project undertaken by the writer. The chapter 
provides a discussion around the concept of change, the different types of change models and 
the rationale for the choice of change model employed by the writer. An elaboration of the 
change project using Kotter’s model of change is provided, the chapter then ends with a 
conclusion, drawing together the key issues raised within the chapter.  
 
3.2 The concept of change 
Ellen Glasgow (1873 – 1945), an American novelist who portrayed the changing world of the 
contemporary south) once wrote that “all change is not growth, as all movement is not 
forward” (Goodman 1998:5). What Glasgow is saying here is that change in itself is not of 
value without a clear direction and rationale for that change. Thus, to say that change is 
inevitable, may be true itself, however, whether change is always meaningful may be 
questioned (Shanley 2007).  
 
Though the word change is used widely within the literature, it is not always well understood 
(Shanley 2007). Change is not about changing for the sake of being seen to be involved in 
change (Price 2009b); rather it is about growth and development, with the focus on striving to 
reach its overall strategic goals (Pfeeffer 1994). Thus, it encompasses a complete process, 
where a clear rationale and vision, intertwined with on-going staff support are fundamental to 
success (Kotter 1996a). It is here that the models of change are useful, as they facilitate an in-
depth analysis of all components pertinent to the process. 
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3.3 Change models 
There are difference theories underpinning the change models and this makes it challenging 
to compare and contrast them as they are derived from difference philosophical stand points 
(Burnes 2004a). Thus, it is argued that we should not be seeking the “holy grail” of change 
model, thinking that one will fit all situations (Burnes 2004a), rather we should try to 
understand the type of change that is required as this will facilitate selection of the most 
appropriate model to fit the situation at hand (Shanley 2007).  
 
Within the literature a variety of different approaches to change are alluded to, for example, 
planned approaches such as in Lewin’s model and the HSE model (Burnes 2004b, Health 
Service Executive 2009), emergent approaches (Pettigrew 1990), prescriptive approaches 
(Kotter 1996b), social cognitive theory approaches (Bandura 1988), behavioural approaches 
(Ajzen 1991, Ajzen & Madden 1986, Prochaska & Di Clemente 1984), and bottom up, or top 
down approaches (Shanley 2007).  
 
Planned approaches have been critiqued for being too linear, whereas the reality is that 
change is cyclical, with individuals moving backwards and forwards along the change 
continuum, until the change is fully embedded in the organisation (Demers 2007). 
Prescriptive models have also been critiqued, as they do not allow for individual 
interpretation of the steps required for achieving change, further, they are also considered too 
linear (Kritsonis 2005). A top down approach leans heavily on the concept of power, which 
can be demoralising for employees, conversely, a bottom up approach is heavily dependent 
on employee self-efficacy, and tends to be time dependent and often protracted (Shanley 
2007). The social cognitive and behavioural approaches provide good insight into employees’ 
perceptions and behavioural beliefs pertaining to change, however, have not been widely 
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applied to change within mainstream industry (Southey 2011). Table 1 outlines some of the 
key features of these models. 
 
Table 1: Characteristics of Some Models of Change 
Author Model Linear or Cyclical Prescriptive 
Lewin1  Planned Approach: 
Unfreezing. Movement, Refreezing 
Linear No 
HSE2  Planned Approach: 
Initiation, Planning, Implementation, 
Mainstreaming 
Cyclical  No 
Kotter3 Prescriptive Approach 
Increase urgency, build guiding teams, get 
the vision right, communicate for buy in, 
enable action, create short term wins, 
don’t let up, make it stick 
Linear Yes 
Pettigrew4 Emergent Approach 
Change is a complex process that occurs 
over time and is influenced by any number 
of unpredictable variables; this approach 
is a combination of loose theories. Rejects 
the rational, linear, non-political, 
managerialist and short-term accounts of 
change 
Cyclical No 
Bandura5  Social Cognitive Theoretical approach 
Change determined by environmental, 
personal, and behavioural elements. 
Focuses on the interaction between these 
elements  
Cyclical  No 
Ajzen6  
 
Ajzen & 
Madden7 
Behavioural Approach: Theory of 
reasoned action & theory of planned 
behaviour 
Change influenced by behavioural beliefs 
and attitude toward behaviour, normative 
beliefs and subjective norms, control 
beliefs and perceived behavioural control 
Cyclical  No 
Prochaska 
& Di 
Clemente  
Behavioural Approach: Stages of 
change: 
Precontemplation, contemplation, 
preparation, action, maintenance  
Cyclical  No 
                                                          
1
 Burnes B (2004): Kurt Lewin and complexity theories: back to the future. Journal of Change Management 4, 309-325. 
2
 2HSE (2009) Improving our services: A user’s guide to managing change in the Health Service Executive. Dublin: Health Service 
Executive 
3
 Kotter JP (1996) The eight-stage process. In Leading Change (Kotter JP ed.). Harvard Business School Press, Boston, pp. 22-158. 
4
 Pettigrew AM (1990): Longitudinal field research on change: theory and practice. Organizational Science 3, 267-292. 
5
 Bandura A (1988): Organizational Application of Social Cognitive Theory. Australian Journal of Management 13, 275-302. 
6
 Ajzen I (1991): The theory of planned behaviour. Organisational behaviour and human decision processes 50, 179-211. 
7
 Ajzen I & Madden TJ (1986): Prediction of goal-directed behaviour: Attitudes, intentions and perceived behavioural control. Journal of 
Experimental Social Psychology 22, 453-474. 
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Shanley (2007) suggests that rigid adherence to only one model is unlikely to yield success 
because change occurs in a variety of different ways, with similarly varying levels of 
urgency. Furthermore, people’s perceptions of change are greatly influenced by their own life 
experience and world views, thus, consideration of the human and emotional elements of 
change is fundamental (Shanley 2007). Despite this, the literature largely ignores the 
emotional element, tending to see change as inevitable, mainly driven by managers, thus 
highlighting the issue of “power” within the process. When this power remains unchallenged, 
achieving success is difficult (Shanley 2007).  
 
Carr (2001) warns against ignoring the importance of emotionality in the process of change, 
as people respond on an emotional level, thus to ignore this is to place the change in a 
difficult situation. Indeed, in the change cycle, Carr (2001) suggests that there is often a sense 
of loss and grief, though largely unrecognised, as people have to let go of activities that have 
become a normal part of their working lives. This discourse is taken to mean that change 
involves people, and people are emotional beings, therefore, to suggest that change can occur 
without due consideration for the human element involved means that attempts will be futile.  
 
Self-efficacy, the belief that a person holds regarding their own ability make the change 
asked of them, is also of importance to consider (Kritsonis 2005). Self-efficacy relates to 
individuals’ belief in their ability to succeed in a given situation(Bandura 1977). The concept 
of self-efficacy is closely aligned to the social cognitive theory (Bandura 1988) and also 
forms the basis of the theory of reasoned action and theory of planned behaviour (Ajzen 
1991, Ajzen & Madden 1986). Self-efficacy influences behaviour in a number of ways, for 
example, when it is low, people tend not to engage in tasks (Judge & Bono 2001). Further, 
self-efficacy can affect individual motivation in conflicting ways; on the one hand high self-
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efficacy can influence people to persist longer in tasks, however, they may feel that they have 
sufficient skill to master the task, thus do not engage in further training. Conversely, although 
those with low self-efficacy may be hesitant to engage in the new task, they may voluntarily 
undertake training in order to increase their self-efficacy (Judge & Bono 2001).  
 
The theory of planned behaviour places emphasis on this aspect of human behaviour, with 
perceived behavioural control (with its origins in self-efficacy) considered central to 
behavioural intention (Ajzen 1991). Perceived control is influenced by factors such as 
knowledge and skill if these are not readily available the individual has no control over the 
behaviour and, thus, will not engage in it (Nash et al. 1993). In reality, most required change 
activities fall along a continuum of total control, to total lack of control (Godin 1994). 
However, beliefs are also important, in that a person may perceive that they have little control 
over a situation, where in fact they have more control than they think (Godin 1994).  
 
3.3.1 Choice of change model for this project  
The writer was a novice in this type of project, thus sought a structured approach to provide 
guidance of the necessary steps required to successfully implement the planned change. 
Furthermore, because of the short time frame for completion, it was important to have a 
focussed, logical approach which suits the writer well. Therefore, Kotter’s model of change 
was chosen (Kotter 1996b). Although, critiqued for its potential linearity, the reality was that 
many steps were undertaken simultaneously, depending on the availability of the 
stakeholders, for example. Thus, the model was utilised in a manner that reflected the 
dynamic nature of change.  
 
 3.4 The change process 
3.4.1 Introduction  
Kotter has synthesised the steps 
engaging and enabling the organisation and implementing and sustaining the change
(Campbell 2008) (see figure 1
discusses the relative contribution
 
Figure 
 
3.4.2 Force field analysis 
A force field analysis is a useful means by which the factors 
situation can be explored (Burnes 2004b
behaviour is a dynamic balance of forces, and that these forces 
each other. In this way, change 
with one of the forces becomes stronger than the other
introduce change, one must first understand what makes people stay the way they are, and 
conversely, what motivates them to change 
analysis, the drivers and inhibitors are reflected in figure 1.
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within the model into 3 phases; creating a climate for change, 
). The following discussion outlines the force field analysis and 
 of Kotter’s model to the current project. 
1: Kotter’s Model of Change 
 
driving for or against
). The principle of force field analysis is 
are constantly working against 
is said to occur when this balance is no longer synchronised, 
 (Burnes 2004b). For
(Price 2009a). The writer conducted a force field 
 
 
 
 a given 
that 
 those wishing to 
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Figure 2: Force Field Analysis 
 
 
As can be seen from figure 1, the driving forces included; legislation, college strategy, staff 
enthusiasm and opportunities for staff development. The restraining forces primarily related 
to the nature and purpose of POT, the concerns around the formative or summative nature of 
POT, and the lack of resources for training in existence at the time of the change project. The 
influences can be linked to political (college strategy), economical (training needs), socio-
cultural (fear around the nature and purpose of POT) and legal (legislation) (Price 2009a). 
The driving forces seemed to outweigh the restraining forces, once care was taken in trying to 
sell the concept of POT to individual staff members, bearing in mind the fears around its 
nature and purpose. 
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3.4.3 Creating a climate for change 
Kotter (1996b) argues that one of the biggest mistakes made by organisations in attempting 
change is a failure to create a sufficient sense of urgency for the project. As this project was 
part fulfilment of an MSc, it was relatively easy to create a sense of urgency, as there were 
distinct time limits, not necessarily set by the writer, yet understood by the academic staff. 
However, one confounding variable was ethical approval. Because the project involved 
surveying and interviewing staff, ethical approval was essential. Thus, though the creation of 
a sense of urgency was paramount in the writer’s mind, other confounders impacted on this 
goal.  
 
The process of ethical approval began on the 27th November 2012, permission had already 
been granted from senior management, and the Quality Enhancement office, however, further 
permission was needed from Human Resources, and this was granted on the 29th November 
2012 (see appendix 1). Clarification was sought from the Ethics committee on the 14th 
January, these clarifications were addressed and ethical approval was received on 11th 
February 2013 (see appendix 2). It was possible to move the change project further forward. 
 
Kotter (1996b) argues that failure to engage the right people from the beginning will more 
than likely result in failure. Further, it is argued that the coalition is not really about numbers, 
rather should include those relevant to the change (Kotter 1996b). As POT was a component 
of the college strategy 2013-2016, however, as yet not implemented, this seemed an ideal 
project. Thus, to discuss this further, the writer met with a member of senior management. 
The individual was very supportive and the writer met with them a further 3 times. These 
meetings confirmed the on-going support of the management team; furthermore, advice and 
guidance pertaining to the overall project was offered, which helped to clarify core issues.  
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Owing to the college strategy 2013-2016, a POT committee was established in the college. 
The writer was invited to be an observer on this committee, however before formal meetings 
took place the writer met with the committee. At the meeting, the writer clarified the nature 
and purpose of the change project and how this project would fit with the overall 
developments around POT within the college and full support was received 
 
The project now had the support of senior management; however, as it was to be conducted 
among academic staff. To this end the writer met with the heads of departments. Good 
support was received for the project and a guiding coalition was created, which would help in 
the further progression of the project. 
 
Establishing a vision that is easily understood by those involved in the change is central, as 
the vision provides the direction where the organisation is going, if this is ambiguous, the 
road to take will be unclear (Kotter & Schlesingher 2008). For the writer, the vision was the 
implementation a pilot of POT within the organisation. Having cognisance of the concerns 
pertaining to POT meant that unless the vision was expressed in a non-threatening manner, 
buy in from staff would be fraught with challenges. Further, it was felt important to emphasis 
the supportive and constructive nature of POT in order to embed the process within the 
formative model.  
 
3.4.4 Engaging and enabling the organisation  
Whereas, those who have created the vision may be clear how the vision should be realised, it 
is important that all employees can see their role in contributing to the vision (Hallinger 
2003). Further, there may be obstacles, real or imagined, which need to be addressed before 
actions begin to drive the company towards change (Kotter 1996b). To this end, the writer 
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conducted a survey among academic staff, to elicit their perception of POT (see appendix 3). 
Following this, an invitation was sent by the head of departments, on behalf of the writer, 
seeking volunteers for engagement in POT. The writer felt that a vision of POT had been 
created and disseminated by the communication strategy and this was verified by the number 
of volunteers received. At the outset, 6 volunteers were envisioned, whereas 18 members of 
staff expressed an interest. Further the response rate for the staff survey was 71%. 
 
Self-efficacy is central to successful change (Kritsonis 2005), therefore, providing people 
with then necessary skills and knowledge pertaining to the specific change is of importance. 
Thus, in order that staff could actively participate in POT they needed education. To this end, 
the writer met with a member of the organisation’s education team, to devise a training 
programme for the volunteers. A date was set for the training – 26th March 2013, and the 
format of the session was devised (appendix 4). Eleven staff attended the training session. In 
order to address the potential obstacles, much discussion took place after the formal training 
had completed. This discussion concerned; the nature and format of POT, whether this should 
be formal or informal, how feedback should be given and the role of the observer and 
observee. The discussion was lively and constructive and it was felt that people were 
reassured regarding the process. This was further realised by their active engagement in the 
actual POT and their participation in the focus groups.  
 
Because the vision is the overall goal it can take some time to achieve, therefore, to maintain 
momentum, it is important to articulate the short, medium and long term actions needed to 
reach the ultimate vision (Kotter & Cohen 2002). For the writer, the short term win was to get 
the staff to actively engage in the pilot of POT. Therefore, following the training session, the 
group was divided, randomly, into 2, with 5 persons acting as the observer and 5 acting as the 
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observee. The selection process for observer and observee was agreed a priori at the training 
session. The remaining staff member acted as a substitute. The staff committed to undertake 
the POT within 3 weeks. Thus, the goal of conducting a pilot of POT was becoming closer to 
a reality.  
 
3.4.5 Implementing and sustaining the change 
Kotter (2001) warns against, too early in the change process, declaring that the ultimate goals 
have been achieved. The risk here is that there may be what is often termed regression to the 
mean (Barnett et al. 2005), where the positive changes that have occurred slowly disappear 
and the organisation finds itself back where it started.  
 
It was felt, from the outset, that in order to consolidate POT within the institution it was 
important to capture the feedback from the staff who had participated in the process. This 
would serve to identify the challenges and enablers, thus providing clear guidance for the 
fuller role out of POT. To this end, the writer conducted focus groups with the staff involved 
in the pilot. One focus group was held on the 29th April 2013, with the observers (n=4; 1 
person was ill) and a further focus group was held on the 1st May 2013 with observees (n=3, 
2 persons were unavailable). For the writer, these focus groups were invaluable in providing 
insight into the staff experiences of POT, furthermore, the staff survey enabled understanding 
of a the perceptions of a broader staff membership. Both data sets (see section 4) were used to 
contribute to institutionalising POT within the organisation.  
 
In order to sustain the change in the long term, it is important to ensure that it is truly 
embedded into the organisation’s culture. However, this is not easy, because culture within an 
organisation is very powerful, and thus, challenging to change (Kotter 1996b). Thus, 
 challenging the norms and values
(Kotter 1996a).  
 
Within the writer’s organisation, POT is not the norm. Indeed, over the 12 years of 
experience in the organisation the writer has never witnessed POT. 
much suspicion of POT among lecturing staff, thus, this may indeed be a reality for many 
staff within the writers organisation. It is of importance, also, 
participated in this project did so voluntarily, and of course, there are those who did not 
volunteer, yet these individual
cannot assume, that just because they did 
less, consideration needs to be given to this potential. It is here that the diffusion of 
innovation theory may be of benefit to employ (
Figure 3: Diffusion of Innovation
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 can pave the way for the consolidation of the change 
The literature espouses 
to remember that those who 
s need to be included in an organisational roll out of POT. One 
not volunteer, that they are not interested, none the 
figure 3) (Wejnert 2002).  
 
 (Rogers 1983
lecturing 
) 
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The essence of the model is that diffusion is the process whereby a given change is 
communicated and acted upon within an organisation (Wejnert 2002). There are different 
channels by which the diffusion occurs, and in this instance, the use of the model relates to 
use of opinion leaders, who have already bought into the change. Furthermore, these opinion 
leaders have the ability to influence others around them, bringing POT within the normative 
structures within the organisation.  
 
Within the model, here are 4 main elements that influence the spread of the innovation: the 
change, communication channels (how information is communicated within the 
organisation), time (how quickly change is adopted), and a social system (the organisation). 
Further, individuals pass through 5 stages of accepting a new innovation: knowledge, 
persuasion, decision, implementation, and confirmation (figure 4).  
 
Figure 4: Stages of Accepting/Rejecting an Innovation         
(Rogers 1983) 
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How a person perceives an innovation influences their decision to adopt or reject it. Thus, 
there are a number of key points to consider for example, the relative advantages of POT, the 
complexity of undertaking POT, and the evidence that there are others already engaged in 
POT. Fundamentally, these issues are of relevance in moving the change process forward. 
Thus, the writer recommends adoption of the diffusion of innovation model as a means to 
embedding the change within the organisation. 
 
3.5 Conclusion  
The change project involved implementation of POT within the writer’s organisation. Firstly, 
a force field analysis was conducted, where the driving forces were felt to outweigh the 
restraining forces. In order to achieve the change, Kotter’s model was employed. The 3 
phases; creating a climate for change, engaging and enabling the organisation and 
implementing and sustaining the change ensured that the writer addressed the central issues 
related to the change project. Finally the writer suggested use of the diffusion of innovation 
model to ensure roll out and acceptance of the change within the organisation. 
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Section 4: Evaluation 
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4.1 Introduction  
Evaluation centres on exploring whether what had been planned in a given project has been 
achieved, how this happened and how it was perceived by those involved (Stufflebeam 
2003). This chapter provides a discussion of the evaluation of this project using the CIPP 
model of evaluation. The chapter begins with a discussion of evaluation models and proceeds 
to elaborate on the components of CIPP and how they applied to the current project. Within 
the discussion the writer will refer back to the overall aim and objectives of the project to 
reflect on whether these were met within the project. The chapter ends with a conclusion 
outlining the key points raised in the chapter.  
 
4.2 Evaluation models 
Frye and Hemmer (2012) suggest that education theories were not originally advanced 
primarily as a basis for education evaluation, rather they serve to clarify the theoretical 
thinking around evaluation and as such provide a good constituent for the development of 
evaluation models. In their paper, Frye and Hemmer (2012) allude to two theoretical 
approaches, namely the reductionist theory and the complexity theory. Reductionism is 
linked with cause and effect methodological approaches, suggesting that everything is 
composed of small parts which act and can be measured independently of each other (Frye & 
Hemmer 2012). Conversely, the complexity theory suggests that all systems are actually 
interplay of many interdependent parts which do not exist in isolation of each other (Frye & 
Hemmer 2012).  
 
In discussing these theories, the authors (Frye & Hemmer 2012) suggest that the traditional 
reductionist theory adopts too narrow of an approach to allow for a full evaluation of the all 
the relevant elements of educational approaches. Here the argument is that the elements do 
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not exist in isolation, thus it is the interaction between the parts and the relationship between 
them that needs to be understood before a full grasp of the situation can be gained (Frye & 
Hemmer 2012). As such the authors favour the complexity theory, as this acknowledges that 
education systems are dynamic, open, and every changing. Therefore, to fully evaluate such a 
system, all elements need to be explored, including the relationship between the system, the 
participants and the specific environment in which the system exists (Frye & Hemmer 2012).  
 
A number of models of evaluation are proffered by Frye and Hemmer (2012) these include 
the experimental/quasi experimental model, Kirkpatrick’s 4-level model, the logic model and 
the CIPP model. The experimental/quasi experimental model is primarily concerned with 
care and effect and has been critiqued because it assumes linearity between the different 
elements of the programme (Frye & Hemmer 2012). Kirkpatrick’s model is more robust, in 
that it explores 4 aspects, the learners’ satisfaction, the learning arising from the programme, 
changes in learner behaviour arising from the programme and the impact of the programme in 
terms of the wider society. However, this model is also critiqued relating to a lack of 
consideration of factors such as student motivation, resource use and faculty skills, all which 
impact on the outcomes of the evaluation (Frye & Hemmer 2012). The logic model explores 
the inputs, activities, outputs and outcomes related to a specific education programme. A 
critique of this model relates to its linearity (Frye & Hemmer 2012). This linearity leads to 
the risk of focussing only on the specific elements of the evaluation and thereby missing out 
on the unexpected outcomes that may naturally emerge during the evaluation process (Frye & 
Hemmer 2012). The final model is CIPP, which relates to the context, inputs, process and 
products of the education programme. This model is suggested to be the most inclusive in 
that it does not assume linearity. In this way this model provides a large amount of 
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information which may answer the specific requirements of the variety of different 
stakeholders involved in the programme (Frye & Hemmer 2012). 
 
4.3 The CIPP model  
The writer utilised the CIPP model for evaluation of the POT change project. This model is 
accredited to the work of Stufflebeam whose writings in the mid 1960’s debated the concept 
of evaluation as a central component of decision making (Stufflebeam & Shinkfield 2007). 
The model was first introduced in 1966 and over the following years has been further 
developed and refined and currently the 5th edition of the model is in use (Stufflebeam & 
Shinkfield 2007). CIPP is an acronym for the elements considered central to evaluation, 
namely the programme’s context, inputs, processes and products (Stufflebeam & Shinkfield 
2007). The rationale for use of this model is that it seemed sufficiently robust to capture the 
elements necessary to provide a comprehensive evaluation of the project. Frye and Hemmer 
(2012) suggest that the model may be used as a whole entity, or alternatively may be used as 
its individual components, with the first three elements of the model (context, inputs and 
processes) fitting more with a formative evaluation, whereas the final element (products) 
aligning more closely with a summative evaluation. The contribution of each component of 
the CIPP model, to the evaluation of this project is captured in figure 5. A discussion of these 
elements, and how they relate to the overall aim and objectives of the project, will now be 
presented.  
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Figure 5: The CIPP (Stufflebeam 2003), evaluation of POT as it 
applies to the current project 
 
 
4.3.1 Aim and Objectives 
The aim of this project was to implement and evaluate a quality improvement initiative - peer 
observation of teaching - within a higher education setting. 
 
The objectives of this project were to: 
• Summarise the literature pertaining to: 
o The methods of POT; The enablers and inhibitors of POT; The evidence base 
pertaining to POT  
• Provide a training programme for participants in POT 
• Implement a pilot of POT 
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• Establish academic staff perceptions of POT 
• Evaluate the impact of the project, through capturing the experience of both the 
reviewer and the reviewed 
• Make recommendations for practice 
 
4.3.2 Context 
In conducting a context evaluation the main focus is on assessing the actual requirement for 
the change (Stufflebeam 2003). Thus, consideration of the results of the force field analysis 
undertaken was important. The force field analysis identified that there were driving and 
restraining forces influencing the context of the context of the POT initiative: 
 
 Political (college strategy) (driving force) 
 Economical (training needs) (restraining force)  
 Socio-cultural (fear around the nature and purpose of POT) (restraining force) 
 Legal (legislation) (driving force) 
 
The context was a major overall driving force for the planned project. Specifically, the Hunt 
report (Department of Education and Skills 2011), the Universities Act (Government of 
Ireland 1997), the Qualifications (Education and Training) Act (Government of Ireland 1999) 
and the College Strategy 2013-2017 meant that the introduction of POT was inevitable, 
however, the writer, having cognisance of the restraining forces, used this inevitability as an 
opportunity to mould the shape of the initiation of POT.  
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4.3.3 Inputs 
Input evaluation is concerned with assessment of the resources required for the programme, 
including assessment of specific training implications (Frye & Hemmer 2012). This aspect of 
evaluation helps to formulate the overall plan for the change including the rationale for the 
choice of approach adopted (Frye & Hemmer 2012). Thus, exploration of the existing 
literature and consultation with others involved in POT was important to understand their 
specific experiences and recommendations for future developments in this area (Zhang et al. 
2011). Advice and guidance was also sought from members of the organisation’s education 
team. Following this the format for the POT was devised, as follows: 
 
 Training, to the POT volunteers (appendix 4) 
 10 volunteers were randomly divided into pairs, observer and observee  
 The format of the POT was: A pre meeting; An observation of a teaching session as 
chosen by the observee; A post meeting 
 A structured POT tool was supplied (appendix 5)  
 The volunteers were invited to participate in focus groups meetings post POT sessions 
It is evident therefore, that the aim of establishing training for POT was achieved. 
Furthermore, staff were now organised to undertake the pilot of the process, thus this aim was 
also achieved.  
 
4.3.4 Processes 
Process evaluation focuses on assessing how the project was actually implemented (Frye & 
Hemmer 2012). Further, engagement in process evaluation is an important contribution to 
quality assurance strategies (Stufflebeam 1971). The aim of this aspect of the evaluation was 
to determine staff perceptions of POT in general and also the specific perceptions of those 
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who partook of the pilot of POT. With regard to the writer’s change project, evaluating the 
processes that have already occurred is indicative of a retrospective use of the model. 
 
4.3.4.1 Staff Survey  
A survey instrument to elicit staff perceptions of POT was devised; the instrument was based 
on the key themes which emerged from a review of the literature (appendix 3). Reliability 
testing were not conducted, however, face and content validity (Anthony 1999) were 
established through review by the quality enhancement office (QEO). The survey was sent on 
25th February 2013 academic staff. The QEO hosted the survey via survey monkey. The 
survey closed on the 8th March with 47/66 responding, yielding a response rate of 71%. The 
results are presented in the following sections.  
 
4.3.4.1.1 Willingness to participate in peer observation of teaching 
The majority of participants (96%, n=45) indicated that they would like to see POT 
introduced into the organisation. They were asked if they would be prepared to take part in 
POT. Figure 6 outlines the responses with 38% (n=17) indicating they would be a reviewer; 
34% (n=16) indicating they would be a reviewee, and 81% (n=38) indicating they would be 
happy with either role. 
 
 
 
 
 
 
 
 Figure 6: Would you be prepared to take part in POT
4.3.4.1.2 Past experience with peer observation of teaching
The participants were asked if they had preciously participated in POT
(n=6) indicated they had been
19% (n=9) indicated they had been both reviewer and reviewee
(n=9) of the participants had received training in POT. 
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. Thirteen percent
 a reviewer; 19% (n=9) indicated they had been
 (see figure 7)
 
 
 
 
 a reviewee, and 
. Only 19% 
 Figure 
4.3.4.1.3 Preferences for a particular observer
The participants were asked who they would like to peer observe their teaching, in their 
response, they could tick more than one option, thus the figures do not necessarily
100%. Of the participants, 68% (n=32) indicated that they would be happy with a colleague 
from within their department, and 
colleague from outside their department. 
their teaching, the responses were evenly split 50/50 for and against (3
respectively). Results were similar for
teaching (38%, n=18; 32%, n=15
observe their teaching was received positively (6
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7: Participation in POT in the past 
 
 
62% (n=29) indicated that they would be happy with a 
With regard to having the line manager observe 
2%, n=15; 3
 and against the head of the department observing their 
, respectively). Having someone outside the 
6%, n=31) (see figure 8). 
 
 add up to 
2%, n=15, 
university 
 Figure 8: Who would you like to observe your teaching?
 
4.3.4.1.4 Types of teaching and learning to be observed
The participants were asked what types of teaching and learning they thought should be 
observed. Overwhelmingly the most popular choice 
next most popular choice was tutor
laboratory sessions (62%, n=28
presentations (49%, n=23) (see figure 
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96% (n=45) was classroom lectures
ials (77%, n=36). The responses to the other choices were 
), workshop (57%, n=26), seminars (57%, n=2
9). 
Someone 
from 
outside t
university
 
 
. The 
6) and camtasia 
he 
  
 Figure 9: What kind of teaching 
In terms of the aspects of the teaching that should be observed, there was agreement that this 
should relate to most of the aspects of teaching (see figure 10)
 
Figure 10: What aspects of 
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and learning should be observed
 
. 
teaching should be observed
 
 
 
 
 
 4.3.4.1.5 Format of peer observation of teaching
The majority of participants (9
introduced into the organisation, with 
(60%, n=28). They also indicated that it should be a formative process not linked to 
promotion (9%, n=37). However
summative process, linked to promotion. 
 
4.3.4.1.6 Value of peer observation of teachin
The participants were asked if they agreed with a number of statements pertaining to the 
value of POT. The majority agreed that 
quality of their teaching, 74% (n=35)
learning issues 70% (n=33) (see
 
Figure 
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6%, n=45) indicated that they would like to see POT 
the ideal POT frequency being once an academic year 
, conversely, 32% (n=15) indicated that it should be a 
 
g 
POT would enhance their practice, 6
 and would encourage open discussion of teaching and 
 figure 11).  
11: The value of POT 
6% (n=31), the 
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The results of the survey show that there is agreement that POT should be introduced, with a 
formative process the favoured model. Importantly, staff had little prior experience or 
training in POT. All aspects of teaching were considered important to include, along with all 
types of teaching methods. Staff favoured being observed by colleagues, either within or 
outside their own department or organisation. Conversely, staff would rather not have their 
line manager or head of department conduct the observation. These findings provide some 
valuable insights into staff perceptions of POT. Therefore, the aim of establishing staff 
perceptions of POT was achieved. Furthermore, the findings reiterate those within the 
published literature, suggesting that there is congruence between these staff perception and 
those nationally and internationally. 
 
4.3.4.2 Focus groups interviews 
Two focus interviews were conducted on 29th April 2013 (observers, n=4), and 1st May 2013 
(observees, n=3). Due to illness and unavoidable appointments, not all participants in the 
POT attended the interviews. An interview schedule was pre planned (see appendix 6). All 
participants completed a consent form (appendix 7) before the interviews commenced. Data 
analysis was conducted using simple descriptive analysis (Sandelowski 2000). The writer, 
read and re-read the transcripts to identify recurring words, which then were placed into 
specific categories, where finally, themes emerged. These themes will now be discussed. 
 
4.3.4.2.1 The nature of POT 
There was a lot of discussion around the nature of POT and whether this should be a 
formative or a summative process. However, for most of the participants a formative, 
developmental model was favoured.  
P3 (observer): “I would be a bit reluctant to be involved in something where you 
think it might be a stick, it should be a growing, learning…” 
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However, it was felt that there should be recognition for participating in it also 
P4 (observer): “I think it should be formative, but ……it needs to be recognised as 
well, so .. on promotional forms you have evidence that you have been involved in it . 
and have developed your lectures as a result ….” 
 
It was interesting to note that some of the participants mainly saw POT as observing the 
performance of the teaching, and as such did not really link it with a developmental process; 
it was seen more from a quality assurance perspective. 
P7 (observee): “It’s a good thing to determine quality of teaching; I think it’s 
reasonable …., it’s reasonable for any organisation to see how their staff are doing” 
 
The participants discussed how POT provides a snapshot of teaching, however, to get a fuller 
picture, all aspects of teaching should be observed.  
P1(observer): “I think, that if was going at it for bang, I would have to see both 
(lecture and practical), but also, I would have to see multiple versions of it (teaching), 
coz I don’t think one lecture, kind of isolated would ever capture your true teaching 
style” 
 
The participants were in agreement that it would need to be clearly stated, at the outset, what 
the purpose of the POT was for the organisation.  
P6 (observee): “Obviously people are going to have problems with it if they feel they 
are going to be assessed for promotion purposes” 
 
P1 (observer): I think they would have to be very clear on what its being used for, that 
is probable what you are going to come up against most.  
 
4.3.4.2.2 Being a part of the process 
The participants suggested that they had enjoyed the experience of POT, and there was 
learning for both the observee and the observer.  
P5 (observee): “Overall an excellent experience....... it put pressure on me to prepare 
well…… it forces you to be very clear” 
 
P2 (observer): “I enjoyed it; I learned something from it too, as I was looking, I was 
thinking, Oh yes, I would like to try that,” 
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However, it seemed that the observers were a little more anxious about the process.  
P1 (observer): “..........but I think it would be great if you could partner with one 
person and we could switch role, coz when you are observing someone else, you kind 
of feel bad, but if you know that you are going to be going through that exact phase, 
then you relax a little ...............” 
 
The participants liked the use of a structured POT form, as it gave them areas to prepare for 
the observation and also to concentrate on during the process.  
P4 (observer): “it was useful to help you even start a conversation .......it captured it 
nicely about what you were trying to achieve and see” 
 
4.3.4.2.3 Communicating 
Here, this theme centred on feedback. It was interesting to note that none of the participants 
had any previous training in giving and receiving feedback, yet, actually giving feedback was 
considered very important.  
P5 (observee): “I think the way the feedback is delivered is very 
important................like we focussed on a number of good things and then things that 
needed to be improved on, ……didn’t make me feel under pressure, and that was 
important”  
 
But it can cause anxiety 
P1 (observer): “I was a bit nervous, ……. so I tried to make sure that, well, you know 
the way it’s hard if there were any negative feedback, but eh, it’s not meant to be 
negative, it’s meant to be constructive, but you still don’t know........” 
 
However, the pre-education training session was found to be useful in helping with the 
feedback process. 
P3 (observer)“I thought the workshop we had before gave us some tips which were 
very, very useful,......... don’t go straight to the negative, and your comments can 
include an overall position” 
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Taking a constructive developmental approach to the feedback was felt to be central to the 
success of the whole process  
P7 (observee): “It’s mean to help the person improve, so it should be constructive 
…..the approach should be developmental........and if its delivered in a constructive 
fashion we should see a rise in standards....” 
 
4.3.4.2.4 What next 
The participants discussed what should happen once feedback is given to an individual, and 
an education deficit was identified. Although reflection was considered central to the 
individual’s development, interestingly none of the participants had received training in 
reflection. The participants felt that there were many opportunities in existence already, 
which could contribute to enhanced teaching and learning. These ranged from formal 
education sessions, such as guest lecturers speaking on relevant subjects. Informally, it was 
also felt that some existing lecturers could also provide an exemplar for others.  
R3 (observer): “The staff who get the president’s award, might be willing, not to get 
feedback, but to have people observe their teaching,  
 
But, individuality in approach was considered important  
R7 (observee): “variety is the spice of life, you want to improve the overall standard, 
without making everyone sound the same”  
 
It was acknowledged that training was very important so that individuals could develop the 
skills they needed. However, because this would be very much dependant on the individual 
themselves, it might be difficult to arrange. An idea was presented which gave insight how, 
over time, recurring deficits in teaching could be identified, and thus training developed. 
R4 (observer): “It might be an idea to have some focus groups with the observers 
after a while because they might be able to indicate the areas where training is 
needed…….” 
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The participants found POT a positive experience and they would welcome it within the 
organisation. They valued the role of being an observer as well as an observee, and liked the 
idea of a structured feedback with potential open ended opportunities as well. They strongly 
felt that POT should be a developmental, formative process; they did not see it in a 
summative role, except that they could record in promotional applications that they had 
participated in it. Interestingly, though they give and receive feedback all the time, they have 
had no training in it, or in reflection either, which they felt was important for the person to 
know the cycle to follow to improve.  The aim of evaluating the impact of the project, 
through capturing the experience of both the reviewer and the reviewed, has been achieved. 
Furthermore, the findings here are similar to those echoed within the published literature. 
This suggests that there is congruence in the perceptions of those new to the POT process and 
those who have greater experience. As a result, in order to achieve sustained implementation 
of POT within the writer’s organisation cognisance should be taken of these findings.  
 
4.3.5 Products   
Product evaluation facilitates an assessment of whether the current programme approach 
should be maintained, changed or modified in some way (Stufflebeam 1971). The 
components of the CIPP evaluation process all contributed to the assessment of the overall 
contribution, strengths, limitations and future directions needed for the roll out of a college 
wide strategy for POT. Thus, for the writer, bearing all components of the CIPP evaluation in 
mind, the end product is the model outlined in figure 9. This model suggests that for POT to 
be successful in the organisation, the approach should be formative, peer review, all aspects 
of teaching should be included and reviewed on a cyclical basis, the observer should also be 
the observee, and training needs to underpin the approach. Finally, reflection is central to all 
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components of the model. The writer suggests that this model indicates achievement of the 
final objective of this project, which was to make recommendations for practice. 
 
Figure 12: The Writer’s Suggested Model of Peer Observation of teaching 
 
 
4.4 Conclusion  
An evaluation of the writer’s change project was undertaken using the CIPP model of evaluation. The 
context for the change related to the quality agenda, college strategy and potential for staff 
development. An education work shop was provided for volunteers of POT. A staff survey and focus 
group interviews were conducted and findings were consistent among both data sets, staff have a 
positive attitude towards POT, and provided good insight into how they would like to see the process 
implemented. The writer developed a model for POT arising from the CIPP evaluation. This model 
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reflects a formative peer review process, where reflection is a central component. Overall the 
evaluation reflects that the aim and objectives of the project were achieved. 
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Section 5: Discussion and 
Conclusion 
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5.1 Introduction  
In attempting to understand the impact that change has had on the organisation, there are 
similarities that can be expressed between this and the concept of evidence based practice 
(Egger et al. 2001). Fundamentally, one is attempting to ask, did the change work, if so why, 
and are there any recommendation for changing the approach to ensure sustained 
implementation of the change initiative (Buchanan & Badham 2008). This chapter provides a 
discussion of the impact of the change, in doing so, the strengths and limitation of the change 
will be outlined and recommendations for management and for future improvements will be 
provided. The chapter ends with a conclusion, bringing together the key points raised in the 
discussions.  
 
5.2 Impact of the change on the organisation  
In order for change to be successful, buy in from management is important as this facilitates 
the creation of a guiding coalition (Kotter 2007). Indeed, Kotter (1996b) argues that failure to 
engage the right people from the beginning will more than likely result in failure.  
 
Undertaking the current programme of study gave the writer confidence to explore a potential 
project outside her specific department, in doing so, the writer wished to contribute to the 
overall strategy of the organisation. The writer was aware that the organisation was interested 
in the implementation of POT and thus considered this an ideal project. Discussions with the 
members of the senior management team began in April 2012 where buy in for the writer’s 
project plan was received. Subsequent to this conversation, the college strategy 2013-2017 
was launched, with the number one goal being “Excellence in Education”. A high level 
project plan within this goal is to develop and deliver a teaching and learning programme for 
educators within the organisation. Furthermore, one of the key deliverables is the 
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establishment a pilot of POT. Thus, it appears that the writer chose an appropriate project, 
one that was important to the strategic developments within the organisation. In the interim, a 
committee was established to oversee the full implementation of POT and the writer has been 
actively engaged with this committee throughout.  
 
Feedback from the participants in the focus groups indicates that POT was a success; they 
expressed positive outcomes as a result of their involvement, with learning evident for both 
the observee and the observer. They welcome the introduction of POT within the organisation 
as did the survey respondents; however, a developmental, formative process is favoured. The 
impact of this pilot of POT for the organisation is that there are now, already established, 
early adopters, some quite senior members of staff. These individuals are an important 
resource in terms of the diffusion of the innovation, POT, across the organisation.  
 
The time line for this project was short, thus, it is not possible to say that the project has been 
embedded within the organisation. However, despite this, where this project makes its impact 
is in the model for POT devised by the writer (see figure 12). This model has emerged as a 
result of the detailed literature search, together with the feedback received from the staff 
survey and the focus group interviews. Indeed, there was congruence between all of these 
elements, indicating that the model appears to be the most appropriate means to ensure buy in 
from staff for POT in the long term.  
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5.3 Strengths and limitations 
5.3.1 Strengths 
Strength of this project was its close alignment to college strategy, meaning that it fulfilled a 
definite gap within the knowledge base of the organisation at the time. Undertaking this 
project as a joint venture opened avenues for the writer, which otherwise may have caused 
challenges. Kotter’s model for change (Kotter 1996b) was employed throughout which gave 
direction to the project, ensuring that no important steps were missed. Further, evaluation 
undertaken using the CIPP model (Stufflebeam 2003), facilitated use of multiple sources of 
information, giving a rounded impression of the project. Arising from this is the model 
proposed for the organisation (see figure 12).  
 
The writer feels that undertaking this project has provided illumination of the key issues 
surrounding the use of POT. Further, there is congruence between the sources of information 
and the themes arising from them. Thus, to embed POT within the organisation, the model 
provides clear guidance, which is evidence based, yet personalised to the organisation and its 
staff. 
 
5.3.2 Limitations 
The timeline for this project was short, thus, the final step, embedding the change, was 
difficult to achieve. The writer has gained significant insight into POT and the challenges 
associated with its implementation, thus feels that this insight is of particular importance for 
the organisation. It would have been better had this been more actively engaged with in terms 
of the final stages of the change process.  
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A further limitation was that time did not allow for the opportunity for the observer to swop 
places with the observee. This would have facilitated the participants gaining greater insight 
into the experiences of participating in POT from both perspectives. In addition, only those 
staff involved in teaching undergraduate programmes within the college, were included. This 
was mainly due to pragmatics, however, it should be acknowledged that post graduate 
education staff have not been included, and as such, this is a limitation in our understanding.  
 
5.4 Implications for management 
Introduction of POT within the organisation is a priority for management, as it is clearly 
aligned with quality assurance mechanisms. Such mechanisms are fundamentally important 
in order that internal and external stakeholders can be confident of the organisations strive for 
excellence. However, efforts will be fruitless if the required developmental opportunities for 
staff are not provided. Fundamentally, POT is concerned with demonstrating excellence in 
teaching and learning, however, the observation alone does not in itself ensure excellence; 
rather it merely provides reassurance that teaching is observed.  
 
Staff welcome the introduction of POT, with the developmental nature seen as being the most 
appropriate approach. The requirement for further education and training was considered 
important, however, many examples of current opportunities were provided. This means that, 
for management, it may not be necessary to develop new educational initiatives. Conversely, 
providing a centralised resource area, where staff can familiarise themselves with existing 
opportunities was seen as valuable. Furthermore, development of a buddy system for new 
staff members, and providing opportunities to sit in on lectures from staff considered 
exemplars in teaching and learning was considered a valuable use of existing resources. 
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5.5 Recommendations for future improvements 
In order for the successful embedding of POT within the organisation, emphasis on its 
developmental nature is central to success. Whereas, those who have created the vision may 
be clear how it should be realised, it is important that all employees can see their role in 
contributing to the vision (Hallinger 2003). Thus, at the outset having an overall strategy for 
POT within the organisation as a whole is important. This current project, did not include 
staff involved in post graduate teaching, this is a gap which will need to be addressed in 
future developments of POT. 
 
5.6 Conclusion  
This project involved the implementation and evaluation of a pilot of POT. The project was 
facilitated through the use of Kotter’s model of change and the CIPP model of evaluation. 
The feedback from those participants and survey respondents is that POT is a welcome 
initiative, providing that it follows a developmental approach. These individuals are 
important for the organisation as they comprise the early adopters of the initiative.  
 
Arising from the writers experience with the project is a model for use of POT. Whereas, the 
embedding of POT within the organisation has not been fully realised, it is felt that this 
model is the means by which this can be achieved. The writer will continue to work with the 
college and the POT committee, thereby ensuring that the learning arising from engagement 
within this project can be used to contribute to further developments of POT for the 
organisation.  
68 
 
 
 
 
References 
 
 
 
 
 
 
69 
 
Ajzen I (1991): The theory of planned behaviour. Organisational behaviour and human 
decision processes 50, 179-211. 
 
Ajzen I & Madden TJ (1986): Prediction of goal-directed behaviour: Attitudes, intentions and 
perceived behavioural control. Journal of Experimental Social Psychology 22, 453-474. 
 
Anthony D (1999) Validity and reliability. In Understanding Advanced Statistics. Churchill 
Livingstone, London, pp. 29-44. 
 
Atkinson DJ & Bolt S (2010): Using teaching observations to reflect upon and improve 
teaching practice in higher education. Journal of the Scholarship of Teaching and Learning 
10, 1-19. 
 
Bandura A (1977): Self-efficacy: Toward a unifying theory of behavioral change. 
Psychological Review 84, 191-215. 
 
Bandura A (1988): Organizational Application of Social Cognitive Theory. Australian 
Journal of Management 13, 275-302. 
 
Barnett AG, van der Pols JC & Dobson AJ (2005): Regression to the mean: what it is and 
how to deal with it. International Journal of Epidemiology 34, 215-220. 
 
Bell A & Mladenovic R (2008): The benefits of peer observation of teaching for tutor 
development. Higher Education 55, 735 - 752. 
70 
 
Bell M (2001): Supported reflective practice: a programme of peer observation and feedback 
for academic development. International Journal for Academic Development 6, 29-39. 
 
Bell M & Cooper P (2013): Peer observation of teaching in university departments: a 
framework for implementation. International Journal for Academic Development 18, 60-73. 
 
Brown B & Ward-Griffin C (1994): The use of peer evaluation in promoting nursing faculty 
teaching effectiveness: a review of the literature. Nurse Education Today 14, 299-305. 
 
Buchanan DA & Badham RJ (2008) Power, Politics and Organisational Change: Winning 
the Turf Game, 2nd Edn edn. Sage Publications, London. 
 
Burnes B (2004a) Approaches to change management. In Managing Change: A Strategic 
Approach to Organisational Dynamics, 4th edn. Pearson Education Limited, Harlow, UK, 
pp. 259-287. 
 
Burnes B (2004b): Kurt lewin and complexity theories: back to the future. Journal of Change 
Management 4, 309-325. 
 
Byrne J, Brown H & Challen D (2010): Peer development as an alternative to peer 
observation a tool to enhance professional development. International Journal for Academic 
Development 15, 215-228. 
 
71 
 
Cabrera AF, Colbeck CL & Terenzini PT (2001): Developing Performance Indicators for 
Assessing Classroom Teaching Practices and Student Learning: The Case of Engineering. 
Research in Higher Education 42, 327-352. 
 
Campbell RJ (2008): Change management in health care. The Health Care Manager 27, 23-
39. 
 
Carr A (2001): Understanding emotion and emotionality in a process of change. Journal of 
Organizational Change Management 14 421-434. 
 
Carroll C & O’Loughlin D (2013): Peer observation of teaching:enhancing academic 
engagement for new participants. Innovations in Education and Teaching International EPub 
ahead of print. 
 
Cheung PPT & Tsui CBS (2010): Quality assurance for all. Quality in Higher Education 16, 
169-171. 
 
Costello J, Pateman B, Pusey H & Longshaw K (2001): Peer review of classroom teaching: 
an interim report. Nurse Education Today 21, 444-454. 
 
Creswell JW (2008) Educational research: planning, conducting, and evaluating quantitative 
and qualitative research. Pearson/Merrill Prentice Hall, Upper Saddle River, N.J. 
 
Demers C (2007) Organizational change theories - A synthesis. Sage, California. 
72 
 
Department of Education and Skills (2011) National Strategy for Higher Education to 2030 
(Department of Education and Skills ed.). Government Publications Office, Dublin. 
 
Drew S (2001): Student perceptions of what helps them learn and develop in higher 
education. Teaching in Higher Education 6, 309-331. 
 
Egger M, Smith GD & O Rourke K (2001) Rationale, potentials and promise of systematic 
reviews. In Systematic Reviews in Health Care Meta-analysis in Context, 2nd edn (Egger M, 
Smith GD & G AD eds.). British Medical Journal, London, pp. 3-22. 
 
Fernandez CE & Yu J (2007): Peer Review of Teaching. The Journal of Chiropractic 
Education 21, 154-161. 
 
Frye AW & Hemmer PA (2012): Program evaluation models and related theories: AMEE 
guide no. 67. Medical Teacher 35, e288-299. 
 
Gill P & Burnard P (2008): The student-supervisor relationship in the PhD/Doctoral process. 
British Journal of Nursing 2, 668-671. 
 
Godin G (1994): Theories of reasoned action and planned bahaviour. Medicine and Science 
in Sports Exercise 26, 1391-1394. 
 
Goodman S (1998) Ellen Glasgow: A Biography. Johns Hopkins University Press, Baltimore. 
Gosling D (2002) Models of peer observation of teaching. In paper for LTSN Generic Centre. 
73 
 
Gosling D (2005) Models of Peer Observation of Teaching. In Peer Observation of Teaching: 
SEDA Paper 118. Staff and Educational Development Association, Birmingham. 
 
Gosling D (2009) A new approach to peer review of teaching. In Beyond the Peer 
Observation of Teaching. SEDA paper 24. (Gosling D & Mason O'Connor K eds.). Staff and 
Educational Development Association, London, pp. 7 - 15. 
 
Government of Ireland (1997) Universities Act. In Number 24 of 1997 (Government of 
Ireland ed.). Government Publications, Dublin. 
 
Government of Ireland (1999) Qualifications (Education and Training) Act In Number 26 of 
1999 (Government of Ireland ed.). Government Publications, Dublin. 
 
Green J & South J (2006) Evaluation - concepts and approaches. In Evaluation Open 
University Press, Berkshire, UK, pp. 12-33. 
 
Gustafsson C & Fagerberg I (2004): Reflection, the way to professional development? 
Journal of Clinical Nursing 13, 271-280. 
 
Hallinger P (2003): Leading Educational Change: reflections on the practice of instructional 
and transformational leadership. Cambridge Journal of Education 33, 329-352. 
 
Hammersley-Fletcher L & Orsmond P (2004): Evaluating our peers: is peer observation a 
meaningful process? Studies in Higher Education 29, 489-503. 
74 
 
Hammersley-Fletcher L & Orsmond P (2005): Reflecting on reflective practices within peer 
observation. Studies in Higher Education 30, 213-224. 
 
Health Service Executive (2009) Improving our services: A user’s guide to managing change 
in the Health Service Executive (Health Service Executive ed.). Government Publications, 
Dublin. 
 
Hénard F (2010) Learning Our Lesson: Review of Quality Teaching in Higher Education. 
OECD Publishing, Paris, France. 
 
Hendry GD & Oliver GR (2012): Seeing is Believing: The Benefits of Peer Observation. 
Journal of University Teaching & Learning Practice 9, 1-9. 
 
Higgins JPT & Altman DG (2008) Assessing risk of bias in included studies. In Cochrane 
Handbook for Systematic Reviews of Interventions Version 5.0.0 (updated February 2008) 
(Higgins JPT & Green S eds.). The Cochrane Collaboration available from www.cochrane-
handbook.org, Oxford. 
 
Iqbal I (2013): Academics' resistance to summative peer review of teaching: questionable 
rewards and the importance of student evaluations. Teaching in Higher Education Epub 
ahead of print. 
 
Judge TA & Bono JE (2001): Relationship of core self-evaluations traits-self-esteem, 
generalized self-efficacy, locus of control, and emotional stability-with job satisfaction and 
job performance: A meta-analysis. Journal of Applied Psychology 86, 80-92. 
75 
 
Kell C & Annetts S (2009): Peer review of teaching embedded practice or policy-holding 
complacency? Innovations in Education and Teaching International 46, 61-70. 
 
Keogh JJ, Fourie WJ, Watson S & H G (2009): Involving the stakeholders in the curriculum 
process: A recipe for success? Nurse Education Today 30, 37-43. 
 
Kohut GF, Burnap C & Yon MG (2007): Peer Observation of Teaching: Perceptions of the 
Observer and the Observed. College Teaching 55, 19-25. 
 
Kotter JP (1996a) The change problem and its solution. In Leading change (Kotter JP ed.). 
Harvard Business School Press, Boston, pp. 1-32. 
 
Kotter JP (1996b) The eight-stage process. In Leading Change (Kotter JP ed.). Harvard 
Business School Press, Boston, pp. 22-158. 
 
Kotter JP (2001): What leaders really do. Harvard business review December, 3-12. 
 
Kotter JP (2007): Leading change: why transformation efforts fail. Harvard business review 
January, 96-103. 
 
Kotter JP & Cohen DS (2002): Creative ways to empower action to change the organization: 
Cases in point. Journal of Organizational Excellence 22, 73-82. 
 
Kotter JP & Schlesingher LA (2008): Choosing strategies for change. Harvard business 
review July/August, 130-138. 
76 
 
Kritsonis A (2005): Comparison of Change Theories. International Journal of Scholarly 
Academic Intellectual Diversity 8, 1-7. 
 
Lauf L & Dole S (2010) Assessment for Learning Tasks and the Peer Assessment Process. 
Mathematics Education Research Group of Australasia. 
 
Lomas L & Kinchin I (2006): Developing a peer observation program with university 
teachers. International Journal of Teaching and Learning in Higher Education 18 204-214. 
 
Lomas L & Nicholls G (2005): Enhancing Teaching Quality Through Peer Review of 
Teaching. Quality in Higher Education 11, 137-149. 
 
Lublin J (2002) A Guide to Peer Review of Teaching. University of Tasmania, Tasmania. 
 
Martsolf DS, Cline Dieckman B, Cartechine KA, Starr PJ, Wolf LE & Anaya ER (1999): 
Peer review of teaching: Instituting a program in a college of nursing. Journal of Nursing 
Education 38, 326-332. 
 
McCarrick E (2011) Meeting Professional Competence Requirements: a proposal to the Irish 
College of General Practitioners on behalf of clinical teachers who do not see patients. Irish 
College of General Practitioners, Dublin  
 
McMahon T, Barrett T & O'Neill G (2007): Using observation of teaching to improve 
quality: finding your way through the muddle of competing conceptions, confusion of 
practice and mutually exclusive intentions. Teaching in Higher Education 12, 499 - 511. 
77 
 
Murphy Tighe A & Bradshaw C (2012): Peer-supported review of teaching: Making the 
grade in midwifery and nursing education Nurse Education Today In Press. 
 
Nash R, Edwards H & Nebauer M (1993): Effect of attitudes, subjective norms and perceived 
control on nurses’ intention to assess patients’ pain. Journal of Advanced Nursing 18, 94-97. 
 
Newman L, Roberts D & Schwartzstein RM (2012) Peer Observation of Teaching Handbook. 
In MedEdPORTAL. Association of American Medical Colleges, New York. 
 
Norbury L (2001): Peer observation of teaching: A method for improving teaching quality. 
New Review of Academic Librarianship 7, 87-99. 
 
Osterman KF & Kottkamp RB (1993) Rethinking professional development. In Reflective 
Practice for Educators. Corwin Press, California, pp. 2-17. 
 
Peel D (2005): Peer observation as a transformatory tool? Teaching in Higher Education 10, 
489-504. 
 
Pettigrew AM (1990): Longitudinal field research on change:theory and practice. 
Organizational Science 3, 267-292. 
 
Pfeeffer J (1994) Prospects for change. In Competitve advantage through people (Pfeeffer J 
ed.). Harvard Business School Press, Boston, pp. 205-244. 
 
78 
 
Price D (2009a) Force field analysis. In The Principles and Practice of Change (D P ed.). 
Palgrave Macmillan/ OU Business School, Basingstoke, pp. 278-282. 
 
Price D (2009b) The Principles and Practice of Change. Palgrave Macmillan/ OU Business 
School, Basingstoke. 
 
Prochaska JO & Di Clemente CC (1984) The process of change In The Transtheoretical 
Approach. Dow Jones-Irwin, New York, pp. 33-44. 
 
Rogers EM (1983) Diffusion of Innovations. Free Press, New York. 
 
Sandelowski M (2000): Focus on Research Methods Whatever Happened to Qualitative 
Description? Research in Nursing & Health 23, 334-340. 
 
Savickiene I (2011): Designing of Student Learning Achievement Evaluation. Quality of 
Higher Education 8, 74-93. 
 
Shanley C (2007): Management of change for nurses: lessons from the discipline of 
organizational studies Journal of Nursing Management 15, 538-546. 
 
Shortland S (2004): Peer observation: a tool for staff development or compliance? Journal of 
Further and Higher Education 28, 219-228. 
 
79 
 
Southey G (2011): The Theories of Reasoned Action and Planned Behaviour Applied to 
Business Decisions: A Selective Annotated Bibliography. Journal of New Business Ideas & 
Trends 9, 43-50. 
 
Stufflebeam D (2003) The CIPP model for evaluation In Annual Conference of the Oregon 
Program Evaluators Network (OPEN), Portland, Oregon. 
 
Stufflebeam DL (1971) The Relevance of the CIPP Evaluation Model for Educational 
Accountability. In the Annual meeting of the American Association of School Administrators, 
Atlantic City, New Jersey. 
 
Stufflebeam DL & Shinkfield AJ (2007) Daniel Stufflebeam's CIPP model for evaluation. In 
Evaluation Theory, Models, and Applications, 2nd edn (Stufflebeam DL & Shinkfield AJ 
eds.). Jossey-Bass, San Francisco, pp. 325-366. 
 
Stull J, Varnum SJ, Ducette J & Schiller J (2011): The Many Faces of Formative Assessment. 
International Journal of Teaching and Learning in Higher Education 23, 30-39. 
 
Stylianos Hatzipanagos S & Lygo-Baker S (2006): Teaching observations: promoting 
development through critical reflection. Journal of Further and Higher Education 30, 421-
431. 
 
Vilkinas T (2002): The PhD process: the supervisor as manager. Education and Training 44, 
129 - 137. 
80 
 
Wejnert B (2002): Annual Review of Sociology (Annual Reviews). Integrating Models of 
Diffusion of Innovations: A Conceptual Framework 28, 297-306. 
 
Weller S (2009): What Does “Peer” Mean in Teaching Observation for the Professional 
Development of Higher Education Lecturers? International Journal of Teaching and 
Learning in Higher Education 21, 25-35. 
 
Yon M, Burnap C & Kohut G (2002): Evidence of Effective Teaching: Perceptions of Peer 
Reviewers. College Teaching 50, 104-110. 
 
Yorke M (2001): Formative Assessment and its Relevance to Retention. Higher Education 
Research & Development 20, 115-126. 
 
Zhang G, Zeller N, Griffith R, Metcalf D, Williams J, Shea C & Misulis K (2011): Using the 
Context, Input, Process, and Product Evaluation Model (CIPP) as a Comprehensive 
Framework to Guide the Planning, Implementation, and Assessment of Service-learning 
Programs. Journal of Higher Education Outreach and Engagement 15, 57-83. 
 
 
  
81 
 
 
 
 
Appendices 
 
 
 
 
 
 
82 
 
Appendix 1: Permission from the Human Resources Department  
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Appendix 2: Research Ethics Committee Permission   
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Appendix 3: Staff Survey 
Peer Observation of Teaching Survey 
 
Dear colleague, 
We are currently undertaking an MSc in Leadership in Health Professional Education, at the 
RCSI. In part fulfilment of the MSc we are required to undertake a change project. For this 
project we are interested in carrying out a survey to explore staff perceptions of the potential 
use of Peer Observation of Teaching (POT) at RCSI. Below is a link to a short survey that 
should only take about 5 minutes to complete. We are interested in your perceptions of the 
potential for participating in POT and this information will help us learn more about the 
different staff perceptions across RCSI, from this we hope to make recommendations for 
POT at RCSI. 
 
Peer observation of teaching is “A collaborative and reciprocal process whereby one peer 
observes another’s teaching (actual or virtual) and provides supportive and constructive 
feedback” (Lubin 2002:5). 
 
Your contribution will remain anonymous and you will not be identified in any way in 
subsequent research reports. 
 
 
Thank you, 
Anne Weadick, & Zena Moore  
 
1. Would you be prepared to take part in POT? 
• As a reviewer         Yes/No 
• As a reviewee        Yes/No 
• As both a reviewer and a reviewee      Yes/No 
 
2. Have you participated in POT? 
• As a reviewer         Yes/No 
• As a reviewee        Yes/No 
• As both a reviewer and a reviewee      Yes/No 
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3. Have you received training in POT? 
• As a reviewer         Yes/No 
• As a reviewee        Yes/No 
• As both a reviewer and a reviewee      Yes/No 
 
4. Would you like to see POT introduced into RCSI?    Yes/No 
 
5. Who would you like to peer observe your teaching? 
• A colleague from within your department    Yes/No 
• A colleague from outside your department    Yes/No 
• Your line manager       Yes/No 
• Your head of department       Yes/No 
• Someone from outside RCSI       Yes/No 
• Other (please state) 
 
6. What kind of teaching and learning interactions should be observed? 
• Lab sessions       Yes/No 
• Classroom lectures      Yes/No 
• Online sessions (eg, Camtasia)    Yes/No 
• Workshop        Yes/No 
• Seminar        Yes/No 
• Tutorial        Yes/No 
• Other (please specify): 
 
7. Which aspects of the teaching/learning process should a peer review questionnaire 
address? Please detail in the box below 
• Presentation of material       Yes/No 
• Content of the material       Yes/No 
• Communication skills       Yes/No 
• Presentation style        Yes/No 
• Engagement with students      Yes/No 
• Focus on learning outcomes      Yes/No 
• Dealing with students questions     Yes/No 
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8. How often should a lecturer’s teaching performance and materials be assessed through 
POT?  
• Once a semester         Yes/No 
• Once each academic year       Yes/No 
• Other (please state) 
 
9. What should POT be used for?  
• Summative (linked to promotion/progression)   Yes/No 
• Formative (not linked to promotion/progression)  Yes/No 
 
10. Please indicate whether you agree/disagree with the statements below: 
• POT will enhance my practice   Agree/Disagree 
• POT will enhance the quality of my teaching  Agree/Disagree 
• POT encourages open discussion of teaching and learning issues within schools       
        Agree/Disagree 
 
11. Is there anything else you feel you would like to add, regarding POT? 
 
 
 
Thank you for your help 
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Appendix 4: Format of POT training session  
 
 Introduction and welcome 
 What is peer observation of teaching 
 How will peer observation of teaching be conducted for this project 
 Introduction to the peer observation of teaching tool 
 How to give feedback  
 Confidentiality and data protection 
 Questions and discussion 
 Close of session 
 
 
 
 
 
 
 
 
 
 
 
 Appendix 5: Peer Observation of Teaching Tool
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Appendix 5: Focus Group Interview Schedule  
 Can you talk about your experiences of peer observation of 
teaching 
 Can you discuss the potential of implementing peer observation of 
teaching  
 Can you discuss the challenges of implementing peer observation 
of teaching 
 Can you talk about your experiences around the format of the peer 
observation  
 Can you discuss giving and receiving feedback 
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Appendix 6: Focus Group Consent Form  
RESEARCH PARTICIPANT CONSENT FORM 
 
Participant CONSENT FORM 
Title of Study:  
Implementation & evaluation of a quality initiative in higher education – peer observation of 
teaching 
 
I have read and understood the Information Leaflet about this 
research project.  The information has been fully explained to me 
and I have been able to ask questions, all of which have been 
answered to my satisfaction. 
Yes  No  
I understand that I don’t have to take part in this study and that I 
can opt out at any time.  I understand that I don’t have to give a 
reason for opting out. 
Yes  No  
I have been assured that information about me will be kept private 
and confidential. 
Yes  No  
I have been given a copy of the Information Leaflet and this 
completed consent form for my records. 
Yes  No  
Storage and future use of information: 
I give my permission for information collected about me to be 
stored or electronically processed for the purpose of scientific 
research and to be used in related studies or other studies in the 
future but only if the research is approved by a Research Ethics 
Committee. 
Yes  No  
 
Participant Name (Block Capitals):  __________________________ 
Participant Signature: _____________________________________ 
Date: ___________________ 
 
To be completed by the Principal Investigator or his nominee.  
I the undersigned, have taken the time to fully explain to the above person the nature and 
purpose of this study in a manner that they could understand. I have invited them to ask 
questions on any aspect of the study that concerned them. 
Name (Block Capitals): _____________________________________ 
Qualifications: _______________________________ 
Signature: _______________________________________________ 
Date:  ________________ 
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Appendix 7: Poster  
